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Chapter 1

INTRODUCTION

Interest in the self as a theoretical concept has been a part of
philosophical and psychological study since the seventeenth century. It appears in
the writings of such thinkers as Berkeley, Locke, and Hume.
Much of the contemporary theorizing about self-concept stems from
principles set forth by James (1890). He considered ego to be the individual's sense
of identity.

Horney (1937) and Sullivan (1947) emphasized the impact of social

relationships on the self.

The concept of "interpersonal relationships" was the

central theme in Sullivan's theory of personality and, if implemented in a school
program, would help to promote healthy self-development or to correct bad
tendencies in a personality. Sullivan (1947) emphasized that the earliest experiences which influenced the development of the self were experiences with other
persons. The origins of the self were in part determined by significant people. The
attitudes and feelings of these significant people could be communicated to the
child by empathy. Sullivan (1947) included parents, family, friends, teachers, and
administrators as significant people to different individuals. In this same regard,
Sullivan (1953) conducted research which indicated that the individual's selfconcept develops in the course of interaction with persons who most intimately
provide the rewards and punishments in his life.
Adler (1927), Mead (1934), Kelly and Ramsey (1952), Sullivan (1953),
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Maslow (1954), G. Kelly (1955), Combs and Snygg (1959), and Rogers (1961), all
renowned self-concept theorists, maintained that self evaluation evolves basically
from the evaluation of others. They implied that self-concepts are formed from
experiences in direct interaction with others.
Brown (1966) reported findings which appeared to indicate that the
impressions formed of self are based on one's perception of others' responses to him
as well as one's own perceptions of his characteristics and abilities. In addition,
children see themselves through the eyes of significant others.
themselves with and are compared by teachers, peers, and family.

They compare
Wylie (1961)

found that a review of studies indicated that children's self-concepts were similar
to the view of themselves which they attributed to their parents. She found that
the child's level of self-regard was also associated with the parents' reported level
of regard for him, and that children saw the like sex parents' self-concept as being
more like their own.

Studies on peer interaction and self-concept were also

reviewed by Wylie (1961). She reported that self-concept and persuasibility may be
inversely related under some conditions. In the same regard, Davidson and Lang
(1960) found that children's perception of their teacher's feelings toward them
correlated positively and significantly with self-perception, and the more positive
the children's perception of their teacher's feelings, the better was their academic
achievement and the more desirable their classroom behavior as rated by teachers.
Lewis and Rosenblum (1975) noted that peer relationships may be as
influential in the child's social development and learning as associations with
important adults. Equally as important, according to Ausubel, Schiff, and Gasser
(1952), in order for an individual to adjust to his peer group, is his ability to
accurately perceive the relative status of its members, including his own status.

3

Ausubel, et al. (1952) found positive correlations between actual and perceived
status at all grade levels from 3 to 12.

Purpose of the Investigation
The purpose of this investigation was to assess the effects of general
academic self-concept, perceived parental evaluation of academic ability, perceived teacher evaluation of academic ability, perceived peer evaluation of
academic ability, and sex on the school performance of fifth-grade pupils.

Statement of the Problem
The major question raised in this investigation was related to the general
academic self-concept of fifth-grade pupils in a southwestern United States urban
school district.

Do variables such as general academic self-concept, perceived

parental evaluation of academic ability, perceived teacher evaluation of academic
ability, perceived peer evaluation of academic ability, and sex affect pupils'
scholastic performance?

Significance of the Investigation
The self is that part of "each of us of which we are consciously aware"
(Hamachek, 1971). Acquiring a self-concept involves a process of differentiation
as persons define more clearly just who and what they are.

Jersild's (1952)

definition states the meaning succinctly as follows:
When we speak of the self, we mean, among other things, a
system of ideas, attitudes, appraisals, and commitments pertaining to one's own person. The person experiences these as
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distinctly belonging to him, and all of them together constitute the person's awareness of his individual existence and
his conception of who and what he is. (p. 116)
The child's ability to achieve in school has for generations concerned
educators, psychologists, and parents.

Therefore, the study of a child's self-

concept is important to understanding his behavior. A child's regard for himself,
his relationships with other pupils and the extent to which he feels he has some
control over his own destiny are variables most highly correlated with achievement.

Coleman (1966) asserts that, taken alone, these attitudinal variables

account for more of the variation in achievement than any other set of variables,
i.e., all family background variables together or all school variables together..
LaBenne and Green (1969) declare that all empirical and experimental data
demonstrate a direct relationship between the child's self-concept and his manifest
behavior, his perceptions, and academic performance. Therefore, because a child
is a social being, he always makes an effort to be aware of others' attitudes toward
him and tries to satisfy them by his overt behavior. While certain groups have been
shown to have characteristic self-concepts, wide individual differences occur
within any single sample of people (LaBenne and Green, 1969).
With emphasis on work completed after Wylie's (1961) research, Purkey
(1970) reviewed literature on self-concept and school achievement. Most of the
studies reported were restricted to the effect of the elementary school environment on the self-concept of the child.
Quality and equal education for all children, -regardless of race, creed,
and color, are important factors which influence academic achievement. Therefore, this investigation is significant in that it will provide teachers with a better
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understanding of how general self-cqncept, perceived parental evaluation of
academic ability, perceived teacher evaluation of academic ability, perceived peer
evaluation of academic ability, and sex affect the pupils' scholastic performance.

Statement of the HyPOtheses

Several hypotheses were stated in null form in order to ensure that the
statistical method used in this investigation could be properly administered. The
following null hypotheses were tested in this investigation:
Ho 1

There is no significant difference in the scholastic performance of male and
female fifth-grade pupils on the California Achievement Test.

Ho 2

There is no significant difference in the scholastic performance of fifthgrade pupils classified as having high, average, and low general academic
self-concept.

Ho 3

There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of parental evaluation of
academic ability.

Ho 4

There is no significant interaction between sex and general academic selfconcept, and thus, this interaction does not produce an effect on the
scholastic performance of fifth-grade pupils.

Ho 5

There is no significant interaction between sex and perceived parental
evaluation of academic ability, and thus, this interaction does not produce
an effect on the scholastic performance of fifth-grade pupils.

Ho 6

There is no significant interaction between general academic self-concept
and perceived parental evaluation of academic ability, and thus, this
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interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
Ho 7

There is no significant interaction between sex, general academic selfconcept, and perceived parental evaluation of academic ability, and thus,
this interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.

Ho 8

There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of teacher evaluation of
academic ability.

Ho 9

There is no significant interaction between sex and perceived teacher
evaluation of academic ability, and thus, this interaction does not produce
an effect on the scholastic performance of fifth-grade pupils.

Ho

10

There is no significant interaction between general academic self-concept
and perceived teacher evaluation of academic ability, and thus, this
interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.

Ho 11 There is no significant interaction between sex, general academic selfconcept, and perceived teacher evaluation of academic ability, and thus,
this interaction does not produce an effect on the scholastic performance of
fifth-grade pupils. ·
Ho 12 There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of peer evaluation of academic
ability.
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Ho 13 There is no significant interaction between sex and perceived peer evaluation of academic ability, and thus, this interaction does not produce an
effect on the scholastic performance of fifth-grade pupils.
Ho 14 There is no significant interaction between general academic self-concept
and perceived peer evaluation of academic ability, and thus, this interaction
does not produce an effect on the scholastic performance of fifth-grade
pupils.
Ho 15 There is no significant interaction between sex, general academic selfconcept, and perceived peer evaluation of academic ability, and thus, this
interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.

Assumptions

The following assumptions were in operation during this investigation:
1.

It was assumed that the responses given by the fifth-grade pupils

were given in good faith and represented an accurate assessment of their general
academic self-concept and perceived parental, teacher, and peer evaluation of
academic ability.
2.

The sample of pupils was representative of the population under

investigation.

Limitations of the Investigation

The following limitations were set forth for this investigation:
1.

The scope of the investigation was restricted to fifth-grade pupils

randomly selected from one southwestern United States urban school district.
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3.

The results can only be generalized for pupils from a similar

geographic region.

Definition of Terms
The terms used in this investigation are defined as follows:
General Academic Self-Concept. The feelings, perceptions, and views
pupils have about their own ability to succeed in school as measured by the
Brookover Self-Concept of Academic Ability Scale.
Perceived Parental Evaluation of Academic Ability.

The feelings,

perceptions, and views pupils have about how their parents evaluate their ability to
succeed in school.
Perceived Teacher Evaluation of Academic Ability.

The feelings,

perceptions, and views pupils have about how their teachers evaluate their ability
to succeed in school.
Perceived Peer Evaluation of Academic Ability. The feelings, perceptions, and views pupils have about how their peers evaluate their ability to succeed
in school.
Scholastic Performance. The pupil's overall performance as measured by
the California Achievement Test.
Significant Others.

The people who most intimately administer the

rewards and punishments in the pupil's life (parents, teachers, peers).
Low, Average, and High Academic Self-Concept.

The score for the

subscales of the Brookover Self-Concept of Academic Ability Scale that fell from
0-2.5, 2.51-3.5, and 3.51-5.0, respectively.
Interaction. The joint influence of two or more independent variables on
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a dependent variable.
Urban. A city with a population of 50,000 or more inhabitants.

Organization of the Investigation

In Chapter I, an introduction of the investigation is presented.

The

chapter also included the purpose of the investigation, a statement of the problem,
significance of the investigation, hypotheses tested, assumptions, limitations of the
investigation, definition of terms, and organization of the remainder of the
investigation.
Chapter II presents a review of related literature in five areas: theoretical development of self-concept, general academic self-concept, self-concept and
significant others, self-concept and scholastic performance, and self-concept and
sex.
Chapter III details the research design employed in this investigation.
This section includes the sample, description of the research instrument, the
procedures for data collection, and the analytical procedures.
Chapter IV describes the results of the data analysis in terms of the
hypotheses tested.
Chapter V includes a summary of the research investigation, conclusions
reached, recommendations based on the findings, and recommendations for future
investigations.

Chapter 2
REVIEW OF RELATED LITERATURE

The present concern for educators to understand the role of self-concept
has provided the focus and rationale for this investigation. Some of the related
literature which has been alluded to in the preceding chapter will be discussed
more fully in this chapter. The review of related literature is divided into five
major divisions:

the first division gives the theoretical development of self-

concept; the second division deals with general academic self-concept; the third
division focuses on self-concept and significant others; the fourth division is on
self-concept and scholastic performance; and the fifth division is concerned with
self-concept and sex.

Theoretical Development of Self-concept
LaBenne and Greene (1969) defined self-concept as the person's total
appraisal of his appearance, background and origins, abilities and resources, and
attitudes and feelings, which culminate as a directing force in behavior.

The

following are several of the assumptions underlying that definiton:
1.

Self-concept is that organization of qualities that the individual

attributes to himself emerging from social interaction which in turn guides or
influences the behavior of that individual.
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2.

A person's conscious awareness, which he thinks and feels, is that

which primarily guides, controls, and regulates his performance and action.
3.

While the self-concept is not an observable phenomenon, it can be

inferred by observing its influence on the individual's behavior and actions over a
period of time. If a person continues to behave in a certain manner for a period of
time, we can infer a "limiting mechanism" from his behavior. Thus, self-concept
can be measured or assessed. One way of doing such a measurement is by getting
information from the individual himself.
4.

Persons who function effectively under stress and who cope with

stressful situations successfully can be described as having positive self-concepts.
5.

Self-concept is a learned rather than inherited personal quality.

Each individual develops his self-concept through the process of communicating
and interacting with others. Social interaction is the source for the individual's
development of his identity and his self-concept. Consequently, the quality and the
amount of social contact the individual will have d~termine the nature and the
quality of his self-concept.

In other words, the environment could be either a

facilitating or inhibiting force for the development of a good self-concept.
6.

Those individuals considered by the person as "significant others"

play an important role in the development of an individual's self-concept. Mead
{1934) referred to the important others as the "generalized other." LaBenne and
Green {1969) defined significant others as "the people who most intimately
administer the rewards and punishments in a person's life." Certainly, classroom
teachers should be included in this group.

However, Brookover, Thomas, and

Paterson {1964) classify teachers as "academic significant others."

12
The General Academic Self-COncept

As previously stated, self-concept guides the individual's action and
behavior. Academic achievement is certainly a behavior which is influenced by the
individual's self-concept.
Combs and Syngg (1959) have emphasized the importance of an individual's perception on intelligence and ability to learn.

The so-called general

academic self-concept is a part of the individual's general self-concept, or it may
be considered as that pattern of self the individual develops as a result of his
interaction and contact with academic experiences and situations. Brookover and
Gottlieb (1964) stated in their findings that:
If a child perceives that he is unable to learn mathematics or
some other areas of behavior, this self-concept of his ability
becomes a functionally limiting factor of his school achievement. (p. 164)
They hypothesized that:
a.

Persons learn to behave in ways that each considers appropriate to

b.

Appropriateness of behavior is defined by each person through the

himself.

internalization of the expectations of "significant others."
c.

The functional limits of the person's ability to learn are determined

by his self-conceptions.
d.

The individual learns what he believes "significant others" expect

him to learn in the classroom and in other situations.
Brookover (1965) studied the self-concept and its effect on achievement
and its relationship with other factors.

He found a direct relationship between
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academic achievement and self-concept for students in grades 7-12.

Studies by

Morse (1963), Joiner and Erickson (1967), and Olson (1969, 1970, 1971) seem to
concur with Brookover's (1965) statement that:
When applied to the specific learning situation, a relevant
aspect of self-concept is the person's conception of his own
ability to learn the accepted type of academic behavior.
(p. 98)

Each child has his own self-concept of academic ability. The evaluation a person
makes of himself with respect to the ability to achieve in academic tasks is an
influential factor in determining his academic success or failure. Brookover (1962)
defined the self-concept of academic ability as the behavior in which one indicated
to himself, publicly or privately, his ability to achieve in academic tasks as
compared with others engaged in the same tasks. This definition is based on Mead's
(1934) conceptualization of self-concept as the individual's awareness and articulation of his attitude, feelings, and cognition.

Brookover (1965) further indicates

that academic achievement can be improved by deliberately enhancing the selfconcept of academic ability through changing symbolic behavior of significant
others and academic significant others, and thus, the student's perception of the
expectations and aspirations which those individuals hold for him changes.
It is important to point out that the self-concept of academic ability is

not a constant variable.

It is rather a flexible and a developmental one.

It is

formed in the early life of the individual and varies throughout his life, depending
on what kind of experiences the individual encounters and what kind of significant
others he meets.

Also, it is important to point out that teachers are among the

most significant academic others who influence the life of the child in general and
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his self-concept in particular.
Lecky (1945) demonstrated that low academic achievement was often
due to the child's definition of himself as a non-learner. Reeder (1955) found that
high ability, low achievers had a negative self-regard when matched with high
ability, high achievers. Benjamins (1950) proved that the individual's self-concept
has a direct bearing on his intellectual efficiency.

Brookover, Thomas, and

Paterson (1964) found a statistically significant positive correlation between selfconcept and perceived evaluation of significant others' general performance in
academic subject matter fields. Davidson and Lang (1960) showed that the more
positive the children's perceptions of their teachers' feelings toward them, the
better was their achievement and the more desirable was their classroom behavior.
In a study of emotionally handicapped children, LaBenne (1965) found a highly
significant relationship between the teacher's self-concept and the pupil's perception of himself in the classroom.
The Brookover study (1962) was longitudinal, and it was thus possible to
manipulate certain variables and to measure and contrast groups subject to
different treatment.

In particular, experimental research involving a control

group, a placebo group, and an experimental group of low academic achievers, the
parents of the students were involved in discussion in which they were instructed
and encouraged to enhance the self-concept of academic ability in their children.
At the end of the year, the measured changes in self-concept and grade point
average were both significant, while no significant change occurred in the placebo
or control groups. Other experiments were attempted at the same time with less
success. The parents, as significant others, were able to effect changes in selfconcept where counselors were not. It was also reported that, when the treatment
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was withdrawn, the experimental group fell back to its pre-treatment level and
remained low throughout high school.

The other experiment showed no delayed

reaction. Subjects remained at their low level throughout their schooling. Soares
and Soares (1969, 1970), studying self-concepts of advantaged and disadvantaged
students, found that the advantaged of both elementary school and high school ages
had higher self-concepts, but the disadvantaged high schoolers had lower selfconcepts than did disadvantaged elementary school students.
Carter (1968) found, when studying self-concepts of Mexican-Americans,
that these students did not perceive themselves more negatively than did their
Anglo-Saxon peers. Carter concluded that, although Anglo-Saxons looked down on
Mexican-Americans, Mexican-Americans judged themselves by their own cultural
standards and used their reference group as a supportive peer group. Greenberg,
. Chall, Gerver, and Davidson (1965) agreed with Carter (1968) that the disadvantaged compared themselves with the achievement standards and the less socially
acceptable standards of their own group, and that the disadvantaged had higher
self-concept scores in both high school and elementary school than did the
advantaged.
In contrast, the work of Witty (1967) indicated that both the disadvan-

taged and the educationally retarded tended to have negative self-concepts.

A

study by Coombs (1969) presented data which supported the following three
hypotheses:

1.

Self-concept is enhanced by interpersonal success.

2.

Social participation is enhanced by favorable self-concept.

3.

Further interpersonal success is promoted by social participation.
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Self-COncept and Significant Others

Relationships are important because they provide the individual with an
understanding of reality, moral values, goals, and even a sense of self. Relationships are also important because people have a number of needs or requirements
which only relationships can satisfy, and without appropriate relationships the
individual will suffer (Weiss, 1966).
The absence of any relational function will create some form of
dissatisfaction, accompanied by restlessness and occasional spells of acute distress
(Weiss, 1966).

The effect of significant others has been studied in various

circumstances, indicating an influence of significant others on all persons.
Katz (1967) studied a community of 60,000 in lliinois to determine
influences on decision-making. Probability methods were used to determine the
sample to be interviewed. The aim was to see whether interpersonal relationships
could assist in developing an idea of how to account for the role of people in the
flow of mass media influences. The subjects were interviewed and questioned for
sources of influence (radio, newspapers, magazines, friends). The general conclusion suggested that the impact of personal contact was greater than that of any
other source investigated.
In a study of sixth-grade boys in the highest delinquency areas in
Columbus, Ohio, 192 students were selected and evaluated by their teachers as
being insulated against delinquency.

After checking police and juvenile court

records, 125 "good" boys were given a series of three self-administered scales to
complete. These scales included (1) the Delinquency Proneness and Social Responsibility Scales of the Gough California Personality Inventory, (2) an occupational
preference instrument, and (3) a scale measuring the boys' conception of self, their
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families, and other personal relationships.

Analysis of the relationship between

variables indicated that insulation against delinquency on the part of these boys
may be viewed as an ongoing process reflecting an internalization of nondeliquent
values and conformity to the expectations of significant others (Reckless, Dentiz,
and Murray, 1958).
A sample of 1,050 seventh-grade students was questioned on an eightitem, multiple-choice questionnaire, The Self-Concept, to determine the relationship of self-concept, school achievement, and peer influence.

The subjects'

perceived evaluation of their significant others was used to measure peer influence.

A Pearson Product-Moment correlation between the variables revealed a

significant positive relationship between self-concept and grade point average.
Self-concept was significantly and positively related to the perceived evaluation of
significantothers (Brookover, Thomas, and Paterson, 1964).
In another study, testing self-concept in relation to the influence of
responses of others in shaping self-definitions, 195 subjects were questioned. The
subjects consisted of volunteers from fraternities, sororities, and a sociology class.
The Dymond-Cottrell Scale was used to measure self-concept.

Data were

examined for only consistent tendencies from group to group, since the subjects
were not randomized. The findings indicated that the influence of the responses of
others was related to self-conception.

The researchers also indicated that the

subjects' perceptions of others' responses were even a more critical aspect in the
formation of self-concept (Miyamoto, 1956).
Sherwood (1965) tested the proposition that the individual's self-identity
and one's self-evaluation are dependent upon the subjectively-held version of the
peer group's actual rating of the individual. The relationship between self-identity
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and the social environment was explored in an experiment with a human relations
training group. The sample consisted of 68 subjects, both male and female, ages 23
to 60.

Changes in self-concept were measured with bipolar objective ratings

scales.

Analyses of the variance of mean change in self-attributes on 26

dimensions revealed that changes in self-identity were dependent on one's subjectively-held version of the peer group's actual ratings.
Other researchers also have studied the effects of peer group influence.
For example, Wallace (1964) studied attitudinal changes among college freshmen
during the first seven weeks of college experience in relation to the level of
importance attached to good grades and a change in the level of graduate
aspirations. Three hundred twenty-seven freshmen were questioned three times:
their second day on campus, after three weeks, and during the last week of school.
Rossi's Interpersonal Environment Questionnaire was used in the identification of
peers.

Correlation of association was used in the analysis of data.

Conclusions

suggested that freshmen changes in grade evaluation and graduate aspirations
seemed to result from peer group influence.
Children learn confirmation of their self-esteem through having their
needs met or not met.

Coopersmith (1967), in investigating the antecedents of

self-concept, revealed that the differences between children with high and low
self-concepts included total or nearly total acceptance of the children by their
parents, clearly defined and enforced limits, and the respect and latitude for
individual actions that exist within the defined limits. According to Olsen (1971),
parents are among the most important significant others for the developing child's
self-concept. Similar to Coopersmith's (1967) viewpoint, Levien (1973) stated that,
if the child perceives his parents' behavior toward him as expressing positive
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evaluation through love, concern, attention, support, and direction, he will evaluate
himself in a similar positive manner.
Positive parental evaluation ca,n be observed by parental warmth,
responsiveness, and liking for the child.

In other words, it is the parents'

acceptance of a child that plays a crucial part. This acceptance by parents can be
measured by support and encouragement in times of need and crisis, marked
interest in the child's activities and ideas, expression of affection, generally verbal,
and rational and consistent discipline. The more a child perceives such expressions,
the more he feels that he is worthwhile to his parents; therefore, the greater the
degree of positive self-concept he has.
Although the exact formula for the realization of human potential for
every individual is not yet known, a number of theorists identified the teacher as a
critical factor in the self-actualization of children.

Giorgi (1970) and Kranz,

Weber, and Fishell (1970) purported that, when teachers believe that students are
able, valuable, and self-directing, the teachers are then equipped with a consistent
framework that effectively guides them in choosing the particular methods to
employ in their classroom.
A study by Weiner (197 4) revealed that one's initial estimates of goal
expectancy are determined primarily by perceived ability at the task, anticipated
effort, perceived task difficulty, and anticipated luck.
stronger influences on performance expectations.

Ability was among the

Teachers, in general, were

reported by Brophy and Good (1974) as accurate assessors of student ability. They
further cited ability as a most salient element of the classroom. Cooper and Baron
(1977) reported two significant findings about teacher perception. The first was
that teachers perceive effort and ability as positively covarying; the second was
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that the new data suggested that both high effort and high ability are positively
rewarded by teachers.
A study by Prawat (1980) examined teacher perceptions of students with
particular focus on affective characteristics. In addition, the study was conducted
without the use of rating scales which constitutes the more common approach.
Instead, Prawat performed a content analysis of 84 elementary teachers' anecdotal
descriptions of classroom events involving students' affective behaviors.

The

teachers were given a set of instructions in which they were asked to describe in
writing five classroom events focusing on the affective behaviors of students. The
teachers were then asked to describe what led up to the event, who was involved,
what the consequences were, and why they selected this particular event to report.
Analysis of the anecdotal records revealed that (1) a student's interpersonal
adjustment was of greater concern to the teachers than their intrapersonal
adjustment, (2) the individual was not necessarily the preferred unit in a teacher's
descriptions of student affect, (3) groups and individuals were viewed differently,
and (4) events described by teachers in the primary grades were more positive than
in the intermediate grades.
According to Combs, Avila, and Purkey (1971), teaching is a form of
helping relationship and all persons are able to perceive what a good helping
relationship is like. It therefore follows that pupils who perceive their teachers to
be good helpers will make better adjustments to the learning environment than
those pupils who perceive their teachers to be poor helpers.
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Self-COneept and Scholastic Performance

During the mid-1960's, there was an upsurge of child-centered philosophy, including the belief that the way a child feels about himself is a key factor
in his ability to achieve in school (Scheirer and Draut, 1979). Much of the vast
federal effort in compensatory education sought to place value upon humanizing
education.

Among the major studies that suggested the possible relationship

between self-concept and achievement were those conducted by Brookover (1965),
Bledsoe (1967), and Gill (1969).
The relationship between self-concept and achievement had also been
studied · from two perspectives:

whether self-concept influenced performance in

school, or whether performance in school was the antecedent of self-conce~t.
Studies by Lamy (1965) and Wattenburg and Clifford (1962) found substantial
evidence to support the supposition that self-concept significantly influenced
school performance, while studies by Diller (1954), Gibby and Gibby (1967), and
Centi (1965) supported the reverse supposition that school performance significantly influenced self-concept. Despite the verbalized importance of self-concept
and the implied relationship between self-concept and academic achievement,
Bloom (1964) contended that barriers had been set and perpetrated by the
educational system itself to retard rather than facilitate social interaction. Such
barriers were identified as curriculum and organizational structures.

Social

interaction was regarded as positively related to a host of cognitive and effective
indices. Among these were self-concept, aspirations, and learning style.
As researchers examined the relationship of perception of self to
cognitive development of students, many of the studies used one or more of the
basic subjects, such as reading, as the second variable.

One such study was
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conducted by Roth (1959).

The proposition tested whether there would be

significant differences among the perceptions of improved readers and non-readers
as measured on a diagnostic test. Findings tended to support the proposition. Roth
further added that:
Changes in self-concept and grade point average indicate
further support for the theory that those who achieve as well
as those who do not, do as a result of the needs of their own
self system. (p. 281)
The Von Koughnett and Smith study (1969) was another investigation of
the relationship between a child's self-constructs and achievement. In this study,
conducted in Pontiac, Michigan, the school district developed a program to enhance
self-concept in the elementary schools.

Pretest and posttest measures of self-

concept, attitudes toward school, and achievement were obtained on all fourth-,
fifth-, and sixth-grade pupils in both experimental and control schools. The results
indicated that there was a significant difference between the experimental and
control groups on self-concept as a learner measure.

The experimental group

members viewed themselves as competent learners to a greater extent than did
members of the control group.
Alvoid and Glass (1974) conducted a study of the relationship between
self-concept and achievement in science, which is a combination of variables
studied less frequently than concept-perception and reading and mathematics. The
researchers used the National Assessment of Educational Progress Science Exercises to measure achievement and the Self-Appraisal Inventory to measure selfconcept. Findings of that study suggested that a relationship existed between selfconcept and factors associated with three primary environments created by the
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home, peer group, and the school. Significant positive correlations between the
scholastic dimension of self-concept and science were found to exist at all three
levels tested (fourth, seventh, and twelfth grades).

The scholastic dimension of

self-concept as a potential for predicting science achievement appeared greater
among older students.
Additionally, the results of studies by Feather (1969), Ames (1978), and
Nicholls (1975) implied that self-perception ability may be expected to influence
both behavior and interpretation of achievement-related experiences.

Conse-

quently, children who differ in perception of self tended to differ in their
attributions for achievement outcomes. The children interpreted events in ways
that were consistent with their own self-evaluation.

Thus, high self-concept

persons were motivated to maintain their positive self-evaluations by attributing
positive or successful experiences to their own personal characteristics.

Con-

versely, low self-concept persons maintained their negative self-evaluation by
attributing negative or failure experiences to their own personal inadequacies.
Zimmerman and Allebrand (1965) provided research evidence that poor
readers lacked a sense of personal worth and adequacy in relation to reading to the
point that they actively avoided achievement; the way a student performs must
appear to that student as being consistent with his perception of self as a learner.
Jersild (1952) explained it this way:
A person accepts and incorporates that which is congenial to
the self-system already established, but he seeks to reject or
avoid experiences or meanings of experiences which are uncongenial. (p. 14)
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Nicholls (1979) conducted a study which examined academic attainment
and perception of one's own attainment as predictors of attribution of outcomes in
reading to ability, effort, luck, and difficulty in 6 to 12 year olds. Subjects were
540 New Zealand children from five classrooms at each of the second, fourth,
sixth, and eighth years of formal schooling.

All schools were public schools and

were in suburban areas with a predominance of middle-class homes.

The self-

perception of these students was measured by presenting children with a page of 28
schematic faces on a vertical line. It was explained that the faces represented all
the children in the child's class, with the face at the top being the one who does
worse in reading. They were to place themselves at any point along the continuum.
Immediately after the self-perception measures were taken, children were asked to
think about times when they did really good work in reading. It was explained that
there are lots of different reasons for doing well:
difficulty.

ability, effort, luck, and task

The children were asked to select, from a pair of possibilities for

success in reading, the one that each felt best described him. The same procedure
was used for failure.

Teachers were then asked to rank the children in order of

attainment using their records as a guide.

Teacher ratings were used primarily

because standardized achievement tests were not available for 6 year olds.
The results of the study showed a clear trend for negligible relations
between child and teacher ratings of attainment with youngest children to
moderately high associations with the older children.

Casual attributions for

success of 12 year old children correlated with perceived attainment in the
predicted fashion.

High perceived attainment was associated with attribution of

success of ability, whereas low perceived attainment was associated with effort
and luck.

The results for failure among 12 year olds revealed that effort
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attributions were more likely to attribute failure to low ability than to bad luck
than were those who rated their attainment as high.
Six year old boys appeared to exhibit a qualitatively different type of
response.

For them, perceived high attainment was associated with high efforts

rather than high ability, effort, luck, and attribution of failure to luck. For 12 year
old boys, attainment was significantly associated with attribution of success to
ability and luck and attribution of failure to ability.
Sex differences were found on three indices.

Teacher ratings of

attainment were higher for girls than for boys. Girls were also higher in perception
of their attainment although the effect was not as strong as for teacher ratings.
When considering all age groups, girls were more inclined to attribute failure to
poor ability than were boys.

This occurred in spite of the girls' higher self-

perceptions and teacher ratings of attainment.

Self-Concept and Sex

Studies using various instruments to measure self-concept reported
conflicting findings when relating self-concept to sex.

Most of the studies were

restricted to upper elementary children. Studies conducted by Wichersham (1970),
Beemer (1971), Henderson (1973), and Edeburn (1973) reported higher self-concepts
in girls than in boys.

Studies conducted by Strang (1972) and Mason (1975),

however, found that boys had more positive self-concepts than girls.
Nelson (1971) investigated the relationship between two paper-pencil,
self-report measures of self-concept.

Measures of self-concept used were the

Piers-Harris Children's Self-Concept Scale and the Coopersmith Self-Esteem
Inventory. The paper-pencil learning strategy used was the Children's Associative
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Responding Test. Nelson's hypothesis of no sex differences was not supported for
one of the self-concept measures.
Other factors which contributed to self-concept development were
investigated by Bledsoe (1964) and Purkey (1970).

Each reported findings which

indicated that greater self-concept appeared to exist among girls than among boys.
On the other hand, Judd and Smith (1977) investigated the relationship of
age, educational classification, sex, and grade to self-concept and ideal selfconcept.

They found that sex and grade in course significantly accounted for

variance in final self-concept or ideal self-concept scores;

that fem ales were

determined to be more likely than males to change self-concept during the course.
Ruble, Parson, and Ross (1976) investigated the factor structure of two selfconcept measures commonly used with elementary school-age children, the
Coopersmith Self-Esteem Inventory (CSEI) and the Self-Concept and Motivation
Inventory (SCAMI). Sex differences were found to exist on three SCAMI scales for
the fourth grade and on one scale for the second grade, with girls generally scoring
higher than boys.
Additionally, Whiteside (1976) found that some grade level (age) and sex
differences in self-regard were statistically significant in her research with sixthand tenth-grade students, using the Tennessee Self-Concept Scale. Both younger
and older girls tended to perceive themselves more favorably than did boys of the
same grade level.

Summary

The concept of self has been a part of philosophical and psychological
study since the seventeenth century.

During the first 40 years of this century,
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studies on the self were all but forgotten because self was not something which
could be easily investigated under rigidly controlled laboratory conditions
(Hamachek, 1971).
With the revival of interest in self-concept, special emphasis was
focused on the idea that the self grows within a social framework. Staines (1958)
maintains that the self-concept grows mainly from comments made by other people
and from inferences drawn by children out of their experiences in home, school,
and other social groups. Within each experience children have in school, there is a
possibility for self-concept change or reinforcement.

Bloom (1977) states the

following:
Successful experiences in school are no guarantee of the
generally positive self-concept, but they increase the probabilities that such will be the case. In contrast, unsuccessful
experiences in school guarantee that the individual will
develop a negative academic self-concept and increase the
probabilities that he will have a generally negative selfconcept. (p. 19 3)
A review of related literature tends to support the view that a positive
self-concept is likely to result in higher achievement in school, and that more
negative feelings of self are likely to be associated with under-achievement or
failure (Bledsoe, 1967; Brookover, Thomas, and Paterson, 1962).

Children with

positive self-concepts exhibit school performance superior to that of children with
negative self-concepts.

Additionally, the related literature reports conflicting

findings when relating self-concept to sex.

Chapter 3

OF.SIGN OF THE INVESTIGATION

The overall design of this investigation was a descriptive survey research. Best (1982) indicates that descriptive research describes and interprets
what is. It is concerned with conditions or relationships that exist, opinions that
are held, processes that are going on, effects that are evident, or trends that are
developing. It is primarily concerned with the present, although it often considers
past events and influences as they relate to current conditions.

Therefore, the

purpose . of this investigation was to assess the effects of general academic self~
concept, perceived parental evaluation of academic ability, perceived teacher
evaluation of academic ability, perceived peer evaluation of academic ability, and
sex on the scholastic performance of urban fifth-grade pupils.

Sampling Procedure

The population of this investigation was comprised of 1,131 fifth-grade
pupils enrolled at ten schools in one southwestern urban school district located in
Houston, Texas, during the spring semester of the 1981-82 academic year.
In order to select the sample for this investigation, the stratified random

sampling technique was used to ensure equal representation of fifth-grade pupils
from each school. In order to obtain the stratified random sample, 20% of the
population was selected to be used as the sample size. This percentage allowed the
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researcher to be certain that the sample was evenly balanced by schools (Sowell
and Casey, 1982). Additionally, this percentage was large enough to absorb any
reduction in the number of cases (N) due to possible incomplete responses of
subjects to the questionnaire. The sample population included 101 males and 109
females.

Data Gathering Instruments

The instruments which were used to collect the data in this investigation
were the Brookover Self-Concept of Academic Ability Scale and the California
Achievement Test.

Brookover Self-Concept of Academic Ability Scale
The Brookover Self-Concept of Academic Ability Scale is an instrument
developed by Brookover (1962). The two dimensions of self-concept represented in
the instrument are (1) general academic self-concept and (2) pupil perception of
academic evaluation by others (Appendix A). Each of these categories is explained
below:
1.

General academic self-concept refers to the evaluation one makes

of oneself in respect to the ability to achieve in academic tasks in general as
compared to others. This test consists of eight multiple-choice items developed
from a pretest analysis. The items are coded from 5 to 1, with the higher selfconcept alternatives receiving higher values. The following code was used: Among
the best, 5; Above average, 4; Average, 3; Below average, 2; and Among the
poorest, 1.
2.

Pupils' perceptions of the evaluation of others refer to the pupils'
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perceptions of the evaluations of their academic ability held by parents, teachers,
and peers.

Pupils responded to five multiple-choice questions each for parents,

teachers, and peers which closely parallel and are scored in the same manner as the
general academic self-concept of ability scale.
The reliability coefficient of .82 is reported for the total score on the
Brookover Self-Concept of Academic Ability Scale.

The reliability for the

categories of this instrument is reported as follows: Perceived Parental Evaluation
of Academic Ability, _r=.84; Perceived Teacher Evaluation of Academic Ability,
r=.85; and Perceived Peer Evaluation of Academic Ability, r=.82.

Olsen (1971)

concluded that the self-concept of academic ability scale has (1) a high internal
consistency as measured by Hoyt's analysis of variance, (2) a consistently high
coefficient of reproducibility, making it an excellent Guttman scale, (3) a high
test-retest correlation, and (4) construct and predictive validity.

California Achievement Test

Edited by Tiegs and Clark (1978), the California Achievement Test is a
traditional series of norm-referenced tests in five basic content areas: Reading,
Spelling, Language, Mathematics, and Reference Skills. The five content areas are
divided into eight separate tests.

The total battery score does not include

Reference Skills. The examiner's manual provides the following test description:
Reading Vocabulary. Test 1 contains 30 items that are divided
into three sections.

The first section requires that students

identify the same meaning for an underlined word in a phrase.
The second section requires that students identify the opposite
meaning for an underlined word in a phrase. The third section
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requires that students determine the meaning of multimeaning words by using sentence context.
Reading Comprehension. Test 2 contains 40 items based on
several reading selections.

The test requires that students

read a variety of material.

Depending on the level of the

tests, this material may include biographical sketches, factual
accounts, fictional passages, poems, speeches, advertisements,
letters, editorials, commercials, or movie reviews. The items
measure skills in literal, interpretive, and critical comprehension.
Spelling.

Test 3 contains 20 items that require students to

determine which one of the underlined words in a sentence is
misspelled. If all the words are spelled correctly, the students
choose "None."

The words included in each level of Test 3

reflect common spelling errors.
Language Mechanics. Test 4 contains 25 items. The first 10
items measure punctuation skills. The capitalization section
requires that students select the part of a sentence, if any,
that needs a capital letter. The punctuation section requires
students to choose whether or not one of the given punctuation
marks has been left out of a sentence. All items in this test
are based on rules of written standard English.
Language Expression. Test 5 contains 30 items that measure
specific skills in language usage, sentence structure, and
paragraph organization.

The test requires students to do a
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variety of items that measure various skills related to effective written expression.

Depending on the level of the test,

the item types may include choosing the word or words that
best complete a sentence; identifying the subject or verb of a
sentence;

recognizing sentences that are complete, incom-

plete, or run-on; recognizing a sentence that is most clearly
expressed;

determining the best order for a group of four

sentences; selecting sentences that best develop a topic sentence; or selecting the best concluding sentence. All items in
this test are based on rules of written standard English.
Mathematics Computation.

Test 6 contains 40 items that

measure addition, subtraction, multiplication, and division
skills. Each operation is measured by 10 items. Depending on
the level of the test, the items may include operations with
whole numbers, fractions, decimals, integers, or algebraic
expressions.
Mathematics Concepts and Applications. The 45 items in Test
7 measure specific skills in understanding and using mathematics concepts.

The test requires that students recognize

concepts and apply problem-solving operations in various contexts.

Depending on the level of the test, the content may

include numeration, number theory, number sentences, number
properties, common scales, geometry, measurement, functions
graphs, or story problems.
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The reliability coefficient of .93 is reported for the total battery score
of the California Achievement Test.

The reliability for the categories of the

instrument are as follows: Reading, r=.87; Language, r=.87; Mathematics, r=.85;
Vocabulary, r=.84; Comprehension, r=. 79;
Problems, r=.82; Auding, r=.44;

Computation, r=.81;

Mechanics, r=.84;

Usage, r=.64;

Concepts and
and Spelling,

r=. 78.
The instrument has been judged by the editors to have good content
validity.

The median of the within-grade correlations between reading and

mathematics is . 75; between reading and language, •79; and between mathematics
and language, •75.

Data Gathering Procedure

The investigator met with the Director of Elementary Schools to explain
the study and the instrument and to request permission to speak with building
principals (Appendix B). Meetings were arranged with individual building principals
to (1) explain the instruments and the study, (2) discuss parental consent for testing
letter (Appendix C), (3) request permission to conduct the study in their buildings,
and (4) speak with classroom teachers.
In meeting with the teachers, the investigator briefly explained the study

as one of investigating the effects of self-concept of ability on scholastic
performance.

The test instruments were shown and explained to the classroom

teachers. The hypotheses to be tested and the basic assumptions underlying the
study were not revealed to any person participating in the study.
The Brookover Self-Concept of Academic Ability Scale was administered
to fifth-grade pupils who were randomly selected using the stratified sampling
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technique.

A minimum of directions was given to the pupils, and any questions

they had were answered individually. The pupils were assured that the questionnaire was not an examination since many of them asked if they were going to be
graded.

Pupils were also told not to identify themselves on the research packet;

this was to ensure confidentiality of the responses.

Packets were collected

immediately upon completion.
The total number of instruments administered was 226; of this number,
210 (92%) were usable.

For each completed questionnaire, the schools provided

data from the California Achievement Test.

Statistical Analysis

The data gathered were statistically analyzed through application of the
analysis of variance~ Factorial analysis of variance is a statistical technique which
analyzes the independent and interactive effects of two or more independent
variables on a dependent variable (Kerlinger, 197 4). The independent variables in
this investigation were general academic self-concept; perceived parent, teacher,
and peer evaluation of academic ability;

and sex.

The dependent variable was

scholastic performance. The probability level for supporting or not supporting the
hypotheses tested in this investigation was .05.

Chapter 4

ANALYSIS OF DATA

This chapter presents and discusses the statistical analysis of data
collected in this investigation which was designed to assess the effects of academic
self-concept on the scholastic performance of urban fifth-grade pupils. Specifically, the purpose of this investigation was to assess the effects of sex, perceived
parental evaluation of academic ability, perceived teacher evaluation of academic
ability, perceived peer evaluation of academic ability, and general academic selfconcept on the scholastic performance of fifth-grade pupils.
The population in this investigation was comprised of 1,131 fifth-grade
pupils enrolled at ten schools in one southwestern school district located in
Houston, Texas, during the spring semester of the 1981-82 academic year.

The

sample of subjects included 210 pupils who were selected using the stratified
random sampling technique (101 males and 109 females).
The Brookover Self-Concept of Academic Ability Scale was utilized to
assess the perceived parental evaluation of academic ability, perceived teacher
evaluation of academic ability, perceived peer evaluation of academic ability, and
the general academic self-concept of fifth-grade pupils. For those pupils enrolled
in this investigation, scholastic performance was determined by the use of the
California Achievement Test. Electronic data processing equipment was utilized
for the tabulation and analysis of responses to the questionnaire. The data analysis
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for this investigation was accomplished through the application of the Analysis of
Variance (three-way). Individual analyses may be found in Appendix D. The .05
level of probability was pre-established as a criterion of statistical significance.
Before the Analysis of Variance tests were conducted, a method was
chosen for classifying and describing the distribution of fifth-grade pupils' ratings
for general academic self-concept and pupils' perceptions of the evaluation of
others (parents, teachers, and peers).

A three-category description -- low,

average, and high -- was selected as the classification scheme for pupil ratings for
the following scales:
1.

General academic self-concept.

2.

Perceived parental evaluation of academic ability.

3.

Perceived teacher evaluation of academic ability.

4.

Perceived peer evaluation of academic ability.

Table 1 presents data describing how each scale was divided for analysis.
The possible score range for each of the self-concept categories was 1-5. Those
participants whose scores were between 0-2.5 were categorized as low;

those

whose scores were between 2.51-3.50 were categorized as average; those whose
scores were between 3.51-5 were categorized as high.
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Table 1

Classification Scheme of Three-Category
Scale Scores for ANOV A Tests
Possible
Score
Range

Low
Score
Category

Average
Score
Category

High
Score
Category

General academic
self-concept

1 - 5

0 - 2.5

2.51 - 3.50

3.51 - 5

Perceived parental
evaluation of
academic ability

1 - 5

0 - 2.5

2.51 - 3.50

3.51 - 5

Perceived teacher
evaluation of
academic ability

1 - 5

0 - 2.5

2.51 - 3.50

3.51 - 5

Perceived peer
evaluation of
academic ability

1 - 5

0 - 2.5

2.51 - 3.50

3.51 - 5

Scales

As shown in Table 2, when the three-way analysis of variance (ANOVA)
was computed for the effects of sex, general academic self-concept, and perceived
parental evaluation of academic ability, there was no statistically significant
difference found between male and female pupils (F=2.179, df=l/192, p >.05), and
the high, average, and low general academic self-concept groups (F=2.838,
df=2/192, p >.05).

However, there was a statistically significant difference

between the scholastic performance of the high, average, and low perceived
parental evaluation of academic ability groups, C main effect (F=3.315, df=2/192,
p<.05).
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Table 2
An Analysis of Variance for Sex, General Academic SelfConcept, and Perceived Parental Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

968.667

1

968.667

2.179

General academic
self-concept (B)

2522.868

2

1261.434

2.838

Perceived parental
evaluation of
academic ability (C)

2946.689

2

1473.344

3.315*

AxB

34.045

2

17.022

0.038

AxC

500.516

2

250.258

0.563

BxC

139.963

4

34.991

4057.385

4

1014.346

Within cells

85344.872

192

444.505

Total

99280.460

209

475.026

Sex (A)

AxBxC

ns
ns

ns
ns

0.079ns
2.282

ns

* Significant at the .05 level of probability.

Additionally, results of the analysis of variance did not show significant
interaction between sex and general academic self-concept (F=0.038, df=2/192,
p >.05), sex and perceived parental evaluation of academic ability (F=0.563,
df=2/192, p>.05), nor between general academic self-concept and perceived
parental evaluation of academic ability (F=0.079, df=4/192, p >.05) with regard to
scholastic performance.

The joint effects of the three variables (sex, general

academic self-concept, and perceived parental evaluation of academic ability) on
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the scholastic performance of fifth-grade pupils were found not to be statistically
significant (F=2.282, df=4/192, p> .05).
Presented in Table 3 is the post hoc Scheffe test on mean California
Achievement Test (CAT) scores as categorized by perceived parental evaluation of
academic ability.

The observed differences between the levels of perceived

parental evaluation of academic ability and participants' performance on the CAT
are shown in this table. The following differences appear: 1155.96, 3884.13, and
2728.17, respectively. These scores are the observed differences between low and
average CAT scores, low and high CAT scores, and average and high CAT scores,
respectively.

The critical value, according to Scheffe, is 613.67.

Since all

observed differences are greater than the critical value of 613.67, there is a
significant difference between all levels of perceived parental evaluation of
academic ability. This indicates a significant difference between low vs. average,
low vs. high, and average vs. high.
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Table 3

Scheffe Test on Mean California Achievement Test Scores
as Categorized by Perceived Parental Evaluation
of Academic Ability
Categories of Scores
Low
Mean
N
EX

Average

High

24.42

36.33

38.13

33

54

123

805.86

1961. 82

4689.99

Sums

805.86

Low
Average

1961. 82

High

4689 . 99

CV=

Low

Average

High

805.86

1961. 82

4689.99

1155. 96

3884.13
2728.17

613 .67

Revealed in Table 4 are the analyses of variance results for the effects
of sex, general academic self-concept, and perceived teacher evaluation of
academic ability.

As indicated in this table, significant differences between sex

(F=2.478, df=l/193, p >.05), general academic self-concept (F=2.465, df=2/193,
p >. 05), and perceived teacher evaluation of academic ability (F=0.281, df=2/193,
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p >.05) were not found on the scholastic performance of fifth-grade pupils.

Also,

the interaction effects of sex and general academic self-concept (F=0.072,
df=2/193, p>.05), sex and perceived teacher evaluation of academic ability
(F=0.698, df=2/l 93, p >.05), and general academic self-concept and perceived
teacher evaluation of academic ability (F=0.390, df=4/193, p->.05) on scholastic
performance were not significant.

Table 4

An Analysis of Variance for Sex, General Academic SelfConcept, and Perceived Teacher Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

Sex (A)

1163. 820

1

1163. 820

2.478

General academic
self-concept (B)

2314.761

2

1157. 380

2.465ns

264.054

2

132.027

0.281

AxB

67.576

2

33.788

0.072

AxC

655. 510

2

327.755

0.698

BxC

732.225

4

183.056

0.390

AxBxC

531.843

3

177.281

0.378

Within cells

90633.029

193

469.601

Total

99280.460

209

475.026

Perceived teacher
evaluation of
academic ability (C)

ns

ns

ns
ns
ns
ns
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Furthermore, the simultaneous interactive effect on fifth-grade pupils'
sex, general academic self-concept, and perceived teacher evaluation of academic
ability on scholastic performance, was not significant (F=0.378, df=3/193, p> .05).
Three-way analyses of variance results for sex, general academic selfconcept, and perceived peer evaluation of academic ability on scholastic performance, as shown in Table 5, revealed no statistically significant differences
between the sex groups (F=3.525, df=l/193, p> .05). However, the difference found
in scholastic performance of the high, average, and low general academic selfconcept groups was statistically significant (F=3.809, df=2/193, p <.05).

As

indicated in the table, significant differences in scholastic performance and
perceived peer evaluation of academic ability (F=0.656, df=2/193, p>.05) were not
found.

In addition, sex and general academic self-concept, A x B (F=0.462,

df=2/193, p >.05); sex and perceived peer evaluation of academic ability, A x C
(F=0.062, df=2/193, p >.05); general academic self-concept and perceived peer
evaluation of academic ability, B x C (F=0.533, df=4/193, p >.05); and sex, general
academic self-concept, and perceived peer evaluation of academic ability,
A x B x C (F=0.382, df=3/193, p'>.05) did not produce a significant interaction
effect on scholastic performance.
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Table 5

An Analysis of Variance for Sex, General Academic SelfConcept, and Perceived Peer Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

Sex (A)

1657.938

1

1657.938

3.525

General academic
self-concept (B)

3582.627

2

1791. 314

3.809*

617.170

2

308.585

0.656

AxB

434.178

2

217.089

0.462

AxC

58.532

2

29.266

0.062

-BX C

1002.362

4

250.591

0.533

539.436

3

179.812

0.382

Within cells

90767.057

193

470.296

Total

99280.460

209

475.026

Perceived peer
evaluation of
academic ability (C)

AxBxC

ns

ns

ns
ns
ns
ns

* Significant at the .05 level of probability.

e

Table 6 reveals the post hoc Scheff test on mean California Achievem en t Test (CAT) scores as categorized by general academic self-concept.

The

scores represent the observed differences between the levels of general academic
self-concept and participants' performance on the California Achievement Test.
The following differences appear: 887 .67, 1667 .63, and 779.96, respectively. These
are the observed differences between low and high CAT scores, low and average
CAT scores, and high and average CAT scores, respectively.

The critical value,
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according to Scheffe, is 631.21. Since all observed differences are greater than the
critical value of 631.21, there is a significant difference between all levels of
general academic self-concept. This indicates a significant difference between low
vs. high, low vs. average, and high vs. average.

Table 6

e

Scheff Test on Mean California Achievement Test Scores
as Categorized by General Academic Self-Concept
Categories of Scores
Low
Mean
N

IX

Average

High

30.83

33.69

42.74

53

98

59

3301.62

2521. 66

1633.99

Sums

Low

1633.99

High

2521.66

Average

3301.62

CV=

631.21

Low

High

Average

1633.99

2521.66

3301.62

887.67

1667.63
779.96
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In the present investigation, the following hypotheses were tested:

Ho 1

There is no significant difference in the scholastic performance of male and
female fifth-grade pupils on the California Achievement Test.
As revealed in Table 1, the findings of the investigation supported this
hypothesis because statistically significant differences were not found
between male and female fifth-grade pupils with respect to scholastic
performance.

Ho 2

There is no significant difference in the scholastic performance of fifthgrade pupils classified as having a high, average, or low general academic
self-concept.
Analysis of the data, as shown in Table 4, revealed that significant
differences were found in the scholastic performance of fifth-grade pupils
classified as having a high, average, or low general academic self-concept.
Those pupils rating themselves in the high category on the general academic
self-concept scale did significantly better on the California Achievement
Test than pupils who rated themselves as average or low; thus, hypothesis 2
was not supported.

Ho 3

There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of parental evaluation of
academic ability.
As shown in Table 2, significant differences were found in the scholastic
performance of fifth-grade pupils with respect to their perceived parental
evaluation of academic ability.

Pupils who thought their parents would

evaluate their ability to achieve in academic tasks as high performed
significantly better on the California Achievement Test than did those who
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thought their parents would evaluate their ability as average or low. In view
of these findings, hypothesis 3 was not supported.
Ho 4

There is no significant interaction between sex and general academic selfconcept, and thus, this interaction does not produce an effect on the
scholastic performance of fifth-grade pupils.
As shown in Table 2, the joint effect of sex and general academic selfconcept (A and B) on scholastic performance was not significant; thus,
hypothesis 4 was supported.

Ho 5

There is no significant interaction between sex and perceived parental
evaluation of academic ability, and thus, this interaction does not produce
an effect on the scholastic performance of fifth-grade pupils.
This hypothesis was supported because analysis of data (Table 2) revealed
that the interaction of sex and perceived parental evaluation of academic
ability did not produce a significant effect on the scholastic performance of
fifth-grade pupils.

Ho 6

There is no significant interaction between general academic self-concept
and perceived parental evaluation of academic ability, and thus, this
interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
The interaction effect (Table 2) of general academic self-concept and
perceived parental evaluation of academic ability (A x B) did not produce a
significant effect on the scholastic performance of fifth-grade pupils; thus,
hypothesis 6 was supported.

Ho 7

There is no significant interaction between sex, general academic selfconcept, and perceived parental evaluation of academic ability, and thus,
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this interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
An analysis of data as shown in Table 2 revealed that these three variables
did not significantly interact; therefore, hypothesis 7 was supported.
Ho 8

There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of teacher evaluation of
academic ability.
An analysis of data as summarized in Table 3 revealed no significant
difference in scholastic performance of fifth-grade pupils and their perception of teacher evaluation of academic ability. In view of these findings,
this hypothesis was supported.

Ho 9

There is no significant interaction between sex and perceived teacher
evaluation of academic ability, and thus, this interaction does not produce
an effect on the scholastic performance of fifth-grade pupils.
As shown in Table 3, there was no statistically significant interaction
between these two variables (Ax B). As a result, this interaction hypothesis
was supported.

Ho 10 There is no significant interaction between general academic self-concept
and perceived teacher evaluation of academic ability, and thus, this
interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
As shown in Table 3, the findings of the investigation supported this
hypothesis because a statistically significant interaction did not exist
between the two variables on scholastic performance.
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Ho 11 There is no significant interaction between sex, general academic selfconcept, and perceived teacher evaluation of academic ability, and thus,
this interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
The analysis of data as shown in Table 3 revealed that sex, general academic
self-concept, and perceived teacher evaluation of academic ability did not
produce a significant effect on the scholastic performance of fifth-grade
pupils; thus, this hypothesis was supported.
Ho 12 There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of peer evaluation of academic
ability.
Analysis of data in Table 4 revealed that no statistically significant
difference was found between scholastic performance and perceived peer
evaluation of academic ability; thus, this hypothesis was supported.
Ho 13 There is no significant interaction between sex and perceived peer evaluation of academic ability, and thus, this interaction does not produce an
effect on the scholastic performance of fifth-grade pupils.
As revealed in Table 4, there was no statistically significant interaction
between the two variables (Ax B).

As a result, this hypothesis was

supported.
Ho 14 There is no significant interaction between general academic self-concept
and perceived peer evaluation of academic ability, and thus, this interaction
does not produce an effect on the scholastic performance of fifth-grade
pupils.
An analysis of data as shown in Table 4 revealed that these two variables
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(A x B) did not significantly interact. Thus, the hypothesis was supported.
Ho 15 There is no significant interaction between sex, general academic selfconcept, and perceived peer evaluation of academic ability, and thus, this
interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
As revealed in Table 4, the joint effect of Ax Bx C was not significant at
.05; therefore, this hypothesis was not supported.

Discussion
In analyzing the effects of the sex variable on scholastic performance, it

was found that there was not a significant difference between fifth-grade male and
female pupils with respect to their scholastic performance.

These findings

supported those of Jones (1980), who, based on her findings, concluded that there
were no significant sex differences with respect to pupils' scholastic performance.
In analyzing the effects of the general academic self-concept variable, it

was found that fifth-grade pupils who rated themselves in the high category on the
general academic self-concept scale performed significantly better on the
California Achievement Test than pupils who rated themselves as average or low.
The results of the present investigation on self-concept of academic ability
substantiated the work of Brookover and associates (1965), who found a direct
relationship between academic achievement and self-concept in grades 7-12.
Contrary to Brookover, Thomas, and Paterson (1964), who found a
significant positive correlation between self-concept and perceived evaluation of
significant others, this investigation revealed no significant difference in fifthgrade pupils' scholastic performance on the California Achievement Test with
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respect to perceived teacher evaluation of academic ability and perceived peer
evaluation of academic ability.
The results of the present investigation on perceived parental evaluation
of academic ability partially supported the findings of Hamachek (1971), who
reported that among the most important significant others for the developing
child's self-concept are his parents.

Significant differences were found in the

scholastic performance of fifth-grade pupils with respect to their perceived
parental evaluation of academic ability. Pupils who thought their parents would
rate their academic ability as high performed significantly better on the California
Achievement Test than did pupils who thought their parents would rate their
academic ability as average or low.
In summary, with regard to interaction effects, it can be said that the

effects of all interactions on the scholastic performance of fifth-grade pupils were
not found to be significant at the .05 level. The final chapter will be devoted to a
summary of the investigation, conclusions, and recom mendatiof for further study.

Chapter 5

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary
The final chapter is devoted to summarizing the findings in the investigation and presenting the conclusions drawn from

analysis of the data.

Recommendations for further research are also included.
The present investigation was conducted to assess the effects of general
academic self-concept, perceived parental evaluation of academic ability, perceived teacher evaluation of academic ability, perceived/

eer evaluation of

academic ability, and sex on the scholastic performance( of urban fifth-grade
pupils.
A consideration of the assumptions of the investigation led to the
formulation and testing of 15 hypotheses.

The null hypotheses tested in this

investigation were the following:
Ho 1

There is no significant difference in the scholastic performance of male and
female fifth-grade pupils on the California Achievement Test.

Ho 2

There is no significant difference in the scholastic performance of fifthgrade pupils classified as having high, average, and low general academic
self-concept.
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Ho

3

There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of parental evaluation of
academic ability.

Ho 4

There is no significant interaction between sex and general academic selfconcept, and thus, this interaction does not produce an effect on the
scholastic performance of fifth-grade pupils.

Ho 5

There is no significant interaction between sex and perceived parental
evaluation of academic ability, and thus, this interaction does not produce
an effect on the scholastic performance of fifth-grade pupils.

Ho 6

There is no significant interaction between general academic self-concept
and perceived parental evaluation of academic ability, and thus, this
interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.

Ho 7

There is no significant interaction between sex, general academic selfconcept, and perceived parental evaluation of academic ability, and thus,
this interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.

Ho 8

There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of teacher evaluation of
academic ability.

Ho 9

There is no significant interaction between sex and perceived teacher
evaluation of academic ability, and thus, this interaction does not produce
an effect on the scholastic performance of fifth-grade pupils.

Ho 10 There is no significant interaction between general academic self-concept
and perceived teacher evaluation of academic ability, and thus, this
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interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
Ho 11 There is no significant interaction between sex, general academic selfconcept, and perceived teacher evaluation of academic ability, and thus,
this interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
Ho 12 There is no significant difference in the scholastic performance of fifthgrade pupils with respect to their perception of peer evaluation of academic
ability.
Ho 13 There is no significant interaction between sex and perceived peer evaluation of academic ability, and thus, this interaction does not produce an
effect on the scholastic performance of fifth-grade pupils.
Ho 14 There is no significant interaction between general academic self-concept
and perceived peer evaluation of academic ability, and thus, this interaction
does not produce an effect on the scholastic performance of fifth-grade
pupils.
Ho 15 There is no significant interaction between sex, general academic selfconcept, and perceived peer evaluation of academic ability, and thus, this
interaction does not produce an effect on the scholastic performance of
fifth-grade pupils.
The population in this investigation was comprised of 1,131 fifth-grade
pupils enrolled in ten schools in a southwestern school district located in Houston,
Texas, during the spring semester of the 1981-82 academic year. The sample of
subjects included 210 pupils who were selected using the stratified random
sampling technique; 101 males and 109 females were involved in the study.
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The Brookover Self-Concept of Academic Ability Scale was utilized to
assess general academic self-concept, perceived parental evaluation of academic
ability, perceived teacher evaluation of academic ability, and perceived peer
evaluation of academic ability of fifth-grade pupils. For those pupils involved in
this investigation, scholastic performance was determined by use of the California
Achievement Test. A total of 226 instruments was administered; of this number,
210 (92%) were usable.
In order to analyze the data, the Analysis of Variance (ANOVA) was

used. The .05 level was pre-established as the criterion for statistical significance.

Conclusions

Based on the findings of the investigation, it was concluded that:
1.

There was no difference in the scholastic performance of male and

female fifth-grade pupils.
2.

The scholastic performance of fifth-grade pupils who were classified

as having high general academic self-concepts was better than the scholastic
performance of fifth-grade pupils who were classified as having average or low
general academic self-concept.
3.

The scholastic performance of fifth-grade pupils who thought that

their parents had high academic expectations of them was better than the
scholastic performance of fifth-grade pupils who thought that their parents had
average or low academic expectations of them.
4.

When considered together, sex and general academic self-concept

had no effect on the scholastic performance of fifth-grade pupils.
5.

When considered together, sex and perceived parental academic
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expectations had no effect on the scholastic performance of fifth-grade pupils.
6.

When considered together, general academic self-concept and per-

ceived parental academic expectations had no effect on the scholastic performance
of fifth-grade pupils.
7.

Sex, general academic self-concept, and perceived parental aca-

demic expectation together did not produce an effect on the scholastic performance of fifth-grade pupils.
8.

The scholastic performance of fifth-grade pupils who thought that

their teachers had high academic expectations of them was no better than the
scholastic performance of fifth-grade pupils who thought that their teachers had
average or low academic expectations of them.
9.

Scholastic performance was not significantly affected by sex and

perceived teacher evaluation of academic ability.
10. General academic self-concept and perceived teacher academic
expectation together did not produce a significant effect on the scholastic performance of fifth-grade pupils.
11. When considered together, sex, general academic self-concept, and
perceived teacher academic expectation had no effect on the scholastic performance of fifth-grade pupils.
12. The scholastic performance of fifth-grade pupils who thought that
their peers had high academic expectations of them was no better than the
scholastic performance of fifth-grade pupils who thought that their peers had
average and low academic expectations of them.
13. When considered together, sex and perceived peer academic expectation had no effect on the scholastic performance of fifth-grade pupils.
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14. General academic self-concept and perceived peer academic expectation did not produce an effect on the scholastic performance of fifth-grade
pupils.
15. Sex, general academic self-concept, and perceived peer academic
expectation had no effect on the scholastic performance of fifth-grade pupils.

Recommendations Based on the Investigation

The following recommendations are suggested for self-concept as a
curriculum issue:
1.

Teacher education programs should play an important role in sensi-

tizing teachers to the need for supporting, maintaining, and enhancing the
development of the self-concept of children.
2.

Teachers should play a vital role in helping parents understand the

importance of a child's early years as far as subsequent self-image development
and scholastic performance are concerned.
3.

Teachers should devote more attention to the personal lives of

students both in and out of school and use curriculum plans as a means to
synchronize the many sources of self-concept that learners must process, i.e.,
family, peers, school, media, and teachers.
4.

The activities used in teaching-learning situations should take on

forms different from those generally practiced. The matter of self-concept should
permeate the entire curriculum through new ways of thinking about curriculum
approaches, i.e., peer tutoring, multi-age interaction, self-evaluation, and out-ofschool activities.
5.

School goals should include the enhancement of self-concept in

57

terms of human development beyond mere academic concerns.
6.

Teachers should utilize more objectives that are overtly aimed at

enhancing self-concept.

In situations where the subject approach predominates,

objectives should relate whatever content is involved to the real lives of the
learner.
7.

The enhancement of self-concept should be a major agenda item for

all schools and a major issue in curriculum planning and development.

The

curriculum field should pursue this issue in the context of its long-standing
commitment to affective education.

Recommendations for Further Study

Based on the findings of the investigation, the following recommendations for further study are appropriate.
1.

This investigation could be replicated comparing inner-city schools

with suburban schools.
2.

This investigation might be replicated using a longitudinal approach

to determine the duration of the significant differences which were found.
3.

This investigation might be replicated using a larger sample from a

wider geographic area.
4.

This investigation might be replicated using a different grade level

and self-concept of academic ability.
5.

This investigation might be replicated examining the possible r~le of

non-cognitive factors on scholastic performance.
6.

Further investigation might be conducted utilizing other approaches

to data collection.

58

7.

It is also suggested that a research study be conducted to ascertain

the influence of the academic environment on the academic self-concept.
These recommendations are not exhaustive. It is hoped that they will
stimulate others to continue research investigations in this area.

APPENDICES
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APPENDIX A

Self-Concept of Academic Ability Scale
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Self-Concept of Academic Ability Scale*

*Brookover, W., Paterson, A., and Thomas, S. The relationship of self-images to
achievement in junior high school subjects. Self-Concept of Ability, and
School Achievement. Final report of cooperative research project no.
845, East Lansing, Michigan, 1962.
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Self-COncept of Academic Ability Scale

Circle the letter in front of the statement which best answers each question.
1.

How do you rate yourself in school ability compared with your close friends?
a. I am the best
b. I am above average
c. I am average
d. I am below average
e. I am the poorest

2.

How do you rate yourself in school ability compared with those in your class at
school?
a. I am among the best
b. I am above average
c. I am average
d. I am below average
e. I am among the poorest

3.

Where do you think you would rank in your class in high school?
a. among the best
b. above average
c. average
d. below average
e. among the poorest

4.

Do
a.
b.
c.
d.

5.

Where do you think you would rank in your class in college?
a. among the best
b. above average
c. average
d. below average
e. among the poorest

6.

In order to become a doctor, a lawyer, or university professor, work beyond
four years of college is necessary. How likely do you think it is that you could
complete such advanced work?
a. very likely
b. somewhat likely
c. not sure either way
d. unlikely
e. most unlikely

you think you have the ability to complete college?
yes, definitely
yes, probably
not sure either way
probably not
e. no
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7.

Forget for a moment how others grade your work. In your own opinion, how
good do you think your work is?
a. my work is excellent
b. my work is good
c. my work is average
d. my work is below average
e. my work is much below average

8.

What kind of grades do you think you are capable of getting?
a. mostly As
b. mostly Bs
c. mostly Cs
d. mostly Ds
e. mostly Fs

Go to the next page.
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Think about your closest friend at school. Now answer the following questions as
you think this friend would answer them. Circle the letter in front of the
statement that best answers each question.
1.

How do you think this friend would rate your school ability compared with
other students your age?
a. among the best
b. above average
c. average
d. below average
e. among the poorest

2.

Where do you think this friend would say you would rank in your high school
graduating class?
a. among the best
b. above average
c. average
d. below average
e. among the poorest

3.

Do you think that this friend would say you have the ability to complete
college?
a. yes, definitely
b. yes, probably
c. not sure either way
d. probably not
e. no

4.

In order to become a doctor, a lawyer, or university professor, work beyond

four years of college is necessary. How likely do you think this friend would
say it is that you would complete such advanced work?
a. very likely
b. somewhat likely
c. not sure either way
d. unlikely
e. most unlikely
5.

What kind of grades do you think this friend would say you are capable of
getting in general?
a. mostly As
b. mostly Bs
c. mostly Cs
d. mostly Ds
e. mostly Fs

Go to the next page.
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Think about your favorite teacher -- the one you like best, the one you feel is most
concerned about your schoolwork. Now answer the following questions as you think
this teacher would answer them. Circle the letter in front of the statement that
best answers each question.
1.

How do you think this teacher would rate your school ability compared with
other students your age?
a. among the best
b. above average
c. average
d. below average
e. among the poorest

2.

Where do you think this teacher would say you would rank in your high school
graduating class?
a. among the best
b. above average
c. average
d. below average
e. among the poorest

3.

Do you think that this teacher would say you have the ability to complete
college?
a. yes, definitely
b. yes, probably
c. not sure either way
d. probably not
e. no

4.

In order to become a doctor, a lawyer, or university professor, work beyond

four years of college is necessary. How likely do you think this teacher would
say it is that you would complete such advanced work?
a. very likely
b. somewhat likely
c. not sure either way
d. unlikely
e. most unlikely
5.

What kind of grades do you think this teacher would say you are capable of
getting in general?
a. mostly As
b. mostly Bs
c. mostly Cs
d. mostly Ds
e. mostly Fs

Go to the next page.
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Please answer the following questions as you think your parents would answer
them. If you are not living with your parents, answer for the family with whom you
are living. Circle the letter in front of the statement that best answers each
question.
1.

How do you think your parents would rate your school ability compared with
other students your age?
a. among the best
b. above average
c. average
d. below average
e. among the poorest

2.

Where do you think your parents would say you would rank in your high school
graduating class?
a. among the best
b. above average
c. average
d. below average
e. among the poorest

3.

Do you think that your parents would say you have the ability to complete
college?
a. yes, definitely
b. yes, probably
c. not sure either way
d. probably not
e. no

4.

In order to become a doctor, a lawyer, or university professor, work beyond
four years of college is necessary. How likely do you think your parents would
say it is that you would complete such advanced work?
a. very likely
b. somewhat likely
c. not sure either way
d. unlikely
e. most unlikely

5.

What kind of grades do you think your parents would say you are capable of
getting in general?
a. mostly As
b. mostly Bs
c. mostly Cs
d. mostly Ds
e. mostly Fs

Go to the next page.
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A Letter to the Superintendent
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4415 Roseneath Drive
Houston, Texas 77021
April 6, 1982

Dear Sir:
I am writing to you requesting your permission to use your district as a research
field for the study we discussed last week. This research has to do with the selfconcept of academic ability. As I indicated in your office, it will require gathering
some data through administering a self-concept scale to students in the fifth grade
and the examination of the students' California Achievement Test scores.
I would like to assure you of the confidentiality and ethical handling of the data.
You may receive a copy of summary data from the survey upon completion of the
study.
As you know, research in self-concept pertaining to self-concept of academic
ability has been nil. I am glad your district is willing to participate, and I certainly
appreciate your professional cooperation and indispensible help.
Yours truly,

Michael M. Gaynor

APPENDIX C

Parental Consent Letter

69

70

PARENTAL CONSENT FOR TESTING

Dear Parent,
Your child, ______________, has been selected to participate in a
research study on the self-concept of academic ability being conducted by Michael
M. Gaynor. He/she will be tested at school for approximately 20 minutes.
Please check the statements below, sign this form, and return it to the school.
( )

I give my permission for my child to participate in the research study.

( )

I do not give my permission for my child to participate in the research study.

( )

I would like to know more about the study. Please call me at - - - - -

Signature of Parent(s) or Guardian(s)

Date

APPENDIX D

Individual Analyses
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Table A
An Analysis of Scholastic Performance for Male
and Female Fifth-Grade Pupils on the
California Achievement Test

Source of
Variation
Between groups

Sum
of
Squares

Degrees
of
Freedom

2269.6880

1

Sex:
Male
Female

Mean
Square

97010.7715

208

Total

99280.4600

209

* Significant at the .05 level of probability.

466.3979

F
4.860*

2269.6880
32.0990
38.6780

Within group

SD

19.105
23.669
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Table B

An Analysis of Scholastic Performance for
Fifth-Grade Pupils Classified as having
High, Average, and Low General Academic Self-Concept

Source of
Variation
Between groups

Sum
of
Squares

Degrees
of
Freedom

457.9847

2

General academic
self-concept:
high
average
low

Mean
Square

94707.4756

207

Total

99280.4600

209

* Significant at the .05 level of probability.

457.5240

F
4.998*

2286.4923

42.7458
33.6939
30.8302

Within group

SD

22.2978
22.6094
17.6970
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Table C
An Analysis of Scholastic Performance for
Fifth-Grade Pupils and Their Perceived
Parental Evaluation of Academic Ability

Source of
Variation
Between groups

Sum
of
Squares

Degrees
of
Freedom

4936.4787

2

Perceived parental
evaluation of
academic ability:
high
average
low

Mean
Square

94343.9785

207

Total

99280.4570

209

* Significant at the .05 level of probability.

455.7680

F

5.416*

2468.2394

38.1301
36.3330
24.4242

Within group

SD

23.5866
17.8146
17.3674
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Table D

An Analysis of Scholastic Performance of
Fifth-Grade Pupils and Their Perceived Teacher
Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

2.682

2507.7922

2

1253.8961

Within group

96772.6658

207

467.5008

Total

99280.4580

209

Between groups

ns
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Table H

An Analysis of Scholastic Performance of
Fifth-Grade Pupils and Their Perceived Peer
Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

1123.6483

2

561.8341

Within group

98156.8093

207

474.1875

Total

99280.4580

209

Between groups

F
1.185ns
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Table F

An Analysis of Variance for Sex and General Academic Self-Concept

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F
3.083

Sex (A)

1406.402

1

1406.402

General academic
self-concept (B)

3709.699

2

1854.850

227.154

2

113. 577

Within cells

93073.921

204

456.245

Total

99280.460

209

475.026

AxB

* Significant at the .05 level of probability.

ns
4.065*
0.249

ns
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Table G
An Analysis of Variance for Sex and
Perceived Parental Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

Sex (A)

1466.728

1

1466.728

3.268

Perceived parental
evaluation of
academic ability (B)

4138.520

2

2066.760

4.605*

AxB

1316.297

2

658.148

1.466ns

Within cells

91560.958

204

448.828

Total

99280.460

209

475.026

* Significant at the .05 level of probability.

ns
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Table H
An Analysis of Variance for General Academic Self-Concept
and Perceived Parental Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

General academic
self-concept (A)

3020.929

2

1510.464

3.328*

Perceived parental
evaluation of
academic ability (B)

3384.424

2

1692.212

3.729*

98.354

4

24.588

Within cells

91224.699

201

453.854

Total

99280.460

209

475.026

AxB

* Significant at the .05 level of probability.

0.054ns
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Table I
An Analysis of Variance for Sex and
Perceived Teacher Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

Sex (A)

1420.886

1

1420.886

3.086

Perceived teacher
evaluation of
academic ability (B)

1658.992

2

829.496

1.802

AxB

1433.688

2

716.844

1. 557 ns

Within cells

93918.095

204

460.383

Total

99280.460

209

475.026

* Significant at the .05 level of probability.

ns
ns
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Table J

An Analysis of Variance for General Academic Self-Concept
and Perceived Teacher Evaluation of Academic Ability

Source of
Variation
General academic
self-concept (A)

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

2571.828

2

1285.914

506.636

2

253.318

0.544

673.103

4

168.276

0.362ns

Within cells

93527.738

201

465.312

Total

99280.460

209

475.026

Perceived teacher
evaluation of
academic ability (B)
AxB

2.764ns

ns
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Table K

An Analysis of Variance for Sex and
Perceived Peer Evaluation of Academic Ability

Source of
Variation
Sex (A)

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

1890.280

1

1890.280

4.015*

744.242

2

372.121

0.790

218.522

2

109.261

0.232ns

Within cells

96048.010

204

470.824

Total

99280.460

209

475.026

Perceived peer
evaluation of
academic ability (B)
AxB

* Significant at the .05 level of probability.

ns
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Table L

An Analysis of Variance for General Academic Self-Concept
and Perceived Peer Evaluation of Academic Ability

Source of
Variation

Sum of
Squares

Degrees
of
Freedom

Mean
Squares

F

3814.969

2

1907.485

4.106*

365.635

2

185.817

0.393

995.107

4

238.777

0.514

Within cells

93386.735

201

464.611

Total

99280.460

209

475.026

General academic
self-concept (A)
Perceived peer
evaluation of
academic ability (B)
AxB

* Significant at the .05 level of probability.

ns

ns
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